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Abstract 
Characteristics and Perceived Training 
Needs of Developmental Educators in the 
Massachusetts Community College System 
September, 1986 
Maxine Elmont, A.B., Suffolk University 
M.Ed., Boston University 
Ed.D., University of Massachusetts-Amherst 
Directed by: Dr. Jack Hruska 
The increased number of high-risk students entering the 
Massachusetts community colleges have made nontraditional 
demands on the professionals who work with them. Approxi¬ 
mately 13 percent of the some 2400 full- and part-time 
community college staff are developmental educators. At the 
present time, there is little definitive information on the 
background and training of the professionals who work in 
developmental programs. Therefore, the goal of this 
research was to identify and analyze the characteristics and 
perceived training needs of these developmental educators in 
the Massachusetts Community College System. 
v 
A questionnaire was constructed, pilot tested, revised, 
and sent to 266 developmental educators in the Massachusetts 
Community College System. There was a 65 percent return. 
The data are divided into five sections: (1) demo¬ 
graphic information; (2) a job description of tasks and the 
time allotted to them; (3) the work environment, skills, and 
respondents' willingness to participate in training; (4) the 
importance of staff development endeavors; (5) respondents' 
future plans. 
The cross tabulations by age, sex, rank, salary, etc. 
yielded few statistically significant results at p<\05 so 
four other distinct populations were chosen for analysis. 
Group selection was on the basis of initial job assign¬ 
ment, traditional or developmental program, and whether or 
not the respondents had any preparation for the develop¬ 
mental position. 
The data indicate uniformity in group perceptions. 
Most respondents spend their time working directly with 
students, teaching, tutoring, and counseling. Classroom and 
counseling skills are the areas in which respondents are 
most willing to participate in training. Women, who 
represented 63 percent of the respondents, are more willing 
to become involved in development initiatives. Sixty 
percent of the respondents were hired as developmental 
educators and 64 percent of the sample had little training 
vi 
for this remedial task which they indicate is a desirable 
one. The future plans for 83 percent of the respondents are 
to remain in education as developmental educators. 
This research has resulted in definitive demographic 
and attitudinal information on this group of professionals. 
Their responses indicate homogeneity in group perceptions 
and a willingness to participate in training. 
Vll 
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CHAPTER I 
INTRODUCTION 
Background 
In the 1960s community colleges, like other institutions 
of higher education, had sufficient qualified applicants so 
they were able to screen out the high-risk students. In view 
of this, there was little need for developmental/learning 
assistance programs. The 1970s, however, brought reduced 
numbers of prospective candidates. "The number of tradi¬ 
tional college-bound 18-24-year-olds is declining and will 
continue to decrease over the next two decades by almost 
twenty-five percent" (White, 1981, p. 1). As a means of 
counteracting the decrease in the pool of traditional 
students, colleges have been more aggressive in their 
recruitment efforts. This has resulted in greater numbers of 
adults, racial minorities, and women who are returning to 
school. In addition, the open admission policy is an 
increased access for students with marginal high school 
records. The community college serves a more heterogeneous 
population than any other facet of higher education and the 
diversity of this population will continue to increase 
through the twenty-first century (Barwick, 1980; Boylan, 
1984a) . 
Open admission is an important consideration in that 2-3 
percent of our school-age population has some type of 
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learning disability which has resulted in many adults who 
have undiagnosed problems and little confidence in the 
educational system (Cooper, 1980). Students with the most 
difficult learning problems are enrolled in the community 
colleges. It is estimated that 30-50 percent of those who 
enter open-door community colleges are in need of basic 
skills. As greater numbers of students are being admitted 
without the verbal and quantitative skills necessary to pass 
entry-level courses, it becomes evident they will not be able 
to succeed without additional assistance, particularly when 
many of these students have histories of negative, frus¬ 
trating educational experiences (Cross, 1976; Medsker and 
Tillery, 1971; Roueche and Snow, 1977). 
The community colleges' open-door admission policy was a 
key factor in the tremendous increase in their enrollment 
figures. In all of higher education, these colleges admit 
the largest number of individuals with low ability and poor 
academic preparation. With the growing number of disad¬ 
vantaged students, the student population is now a hetero¬ 
geneous group, not a "relatively homogeneous group from a 
dominant stratum of society" (Roueche, 1968, p. vii). On the 
one hand the community college was seen as the hope for 
marginal students, on the other hand, the open-door policy 
brought about a high attrition rate. Nationally, the open 
door became a revolving door with 75 percent of the students 
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leaving the first year (Roueche, 1968; Roueche and Snow, 
1977 ) . 
These students, representative of all socio-economic and 
ethnic groups, commonly show deficiencies in reading, 
writing, and mathematics; the level of entering students' 
basic skills continues to decrease; many have poor study 
habits and score low on standardized tests. In addition to 
the underprepared students, there are also many who have been 
misprepared by the high schools. Even though they have 
problems, many high-risk students believe their ability level 
is sufficient for them to succeed in college. There is no 
consensus on whether these individuals are low in ability, 
preparation, or motivation. Neither is there agreement on 
the following terms used to identify them: low achiever, low 
ability, marginal, probationary, special, high risk, 
prematriculant, developmental, disadvantaged, under¬ 
privileged, disprivileged, new, and nontraditional. While 
these terms may have different meanings, they are used 
interchangeably (Boylan, 1984a; Cross, 1976; Hall, 1974; 
Roueche, 1968; Roueche, Baker, & Roueche, 1984; Roueche and 
Snow, 1977; Stahl, 1981). 
High-risk students and remedial education are not new 
phenomena in higher education. Charles William Eliot, in his 
1869 inaugural address as President of Harvard College, 
stated, "The American college is obligated to supplement the 
American school, whatever elementary instruction the schools 
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fail to give, the college must supply.” Since the 1800s 
colleges like Wellesley, Harvard, Cornell, Vassar, Yale, and 
the University of Wisconsin were admitting what they called 
inadequately prepared students. Open-admission colleges were 
everywhere. In Nashville, Tennessee at the 1889 meeting of 
the National Council of Education, James H. Canfield stated, 
"Of the nearly 400 institutions of higher education in the 
United States, only 65 have freed themselves from the 
embarrassment of preparatory departments.” Faculty com¬ 
plained about students' inability in the areas of writing, 
spelling, geography, and mathematics. They asked that 
individuals who required special help not be admitted to 
college. Underprepared students were allowed to enter 
because the colleges needed the tuition and there were more 
colleges than qualified students. The admission of marginal 
students raised questions. Should colleges offer remedial 
education? Should standards be lowered to meet the level of 
the students? Should college credit be given for remedial 
courses? The questions and problems of the nineteenth 
century are still with us. Remedial education is not a 
recent phenomenon (Brier, 1984). 
A century later, in an attempt to meet the needs of this 
underprepared student population, community colleges have 
initiated new courses and programs which are remedial in 
nature. The majority of community colleges offer remedial 
courses in English, reading, and mathematics, and the 
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services of professional counselors. These options are 
provided because students do not meet the academic standards 
of the institutions to which they were admitted. The goal is 
to offer the necessary assistance so that the students can 
become proficient enough to enter the colleges' traditional 
courses and programs. 
Like their predecessors in the four-year colleges, many 
community college educators were also opposed to both the 
development of remedial education and the acceptance of 
underprepared students at the college level. One of the 
means the system used to deal with the educators' negative 
feelings regarding remedial education was to change the 
terminology applied to it. The word remedial was replaced 
with terms like directed, developmental, compensatory, and 
learning-assisted studies. Regardless of what label is used 
for remediation, there has been limited research on this 
remedial alternative to the more traditional educational 
offerings and there has been even less research done on the 
individuals who work directly with remedial students. 
In developmental education's formative stages, the 
educators assigned to this area tended to be the least 
experienced. Usually, the developmental portion of the 
workload was given to them because their colleagues had 
tenure and/or more seniority. Developmental education was 
seldom their preference. In the 1970s, the number of devel¬ 
opmental educators who had special training and/or an 
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interest in working with this population had increased; they 
were developmental educators by choice (Cross, 1976; Roueche 
and Kirk, 1973). There is little recent data on who is 
involved in developmental education and how they feel about 
their work. All that is known is that over the past ten 
years there has been a proliferation of developmental 
programs and educators who work in these programs. 
Statement of the Problem 
Because of Massachusetts community colleges' flexible 
admission policies and the decreased number of available 
traditional students, there is an increasing number of 
nontraditional, high-risk students who are entering these 
institutions. The resultant increase in developmental 
students and the concomitant courses and programs have made 
and will continue to make unique demands on the adminis¬ 
tration, faculty, and support staff who work with this 
student population. If "teaching effectiveness is probably 
the single most important factor in the entire developmental 
program" (Roueche and Kirk, 1973, p. 87), then it would be 
advantageous to have definitive information about devel¬ 
opmental educators; who they are, what they do, what their 
perceived training needs are, how these needs can oest be 
met, and what their future professional plans are. At the 
present time, there is little known about the full- or part- 
time professional educators who work with developmental 
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students for all or some portion of their workload. 
Therefore, the goal of this dissertation is to identify and 
analyze the characteristics and perceived needs of devel¬ 
opmental educators in the Massachusetts Community College 
System. 
Past practice has been to assign part or all of an 
educator's workload to developmental education. This action 
expands their primary function of teaching to include 
tutoring, advising, and counseling. These educators have 
tended to be specialists in academic areas. At the present 
time there appears to be a real dichotomy between what the 
developmental staff is expected to do and what they were 
trained to do. Faculty are not generally proficient in 
teaching basic skills or focusing on personal growth and 
development which is required of developmental educators. 
Working with high-risk students demands more time, energy, 
patience, and skills than most educators have had to 
demonstrate in the past. This is further compounded if the 
professionals assigned to developmental programs are not 
chosen because of their ability and desire to work with this 
population but because they do not have seniority or tenure. 
In addition, they may have had little, if any, formal or in¬ 
formal preparation for the role of developmental educators. 
Programs and course offerings have changed, yet neither 
the Board of Regents nor the colleges know the charac¬ 
teristics and the needs of the professionals who are 
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implementing these changes. If the intent of the Regents is 
to use the community colleges as the institutions which will 
work most closely with the nontraditional students, then more 
should be known about the educators who will be working with 
these students. At this point in time, there is no place 
where this information can be obtained. 
Significance of the Study 
The results of this study provide considerable infor¬ 
mation not presently available. Results of this study will 
be shared with the program directors of the participating 
colleges, the Board of Regents, and the Learning Assistance 
Association of New England. LAANE, a chapter of the National 
Association of Developmental Educators, is interested in the 
data for the purpose of planning summer institutes, fall 
conferences, and regional workshops. The information will 
suggest training efforts designed to meet the needs of 
educators. 
Definition of Terms 
The following are terms which are used in this study and 
need to be defined for this paper: 
. Developmental Program 
. Developmental Student 
. Developmental Educator 
. Faculty Development 
9 
. Learning Assistance Program 
. Retraining 
. Retraining, formal 
. Retraining, informal 
. Staff Development 
DEVELOPMENTAL PROGRAM - A program whose primary focus is 
to help bring students who are assigned to the program up to 
the minimal academic standards of the college in which the 
program exists. 
DEVELOPMENTAL STUDENT - A student who is assigned to a 
developmental/learning assistance program. 
DEVELOPMENTAL EDUCATOR - Administrator, counselor, 
support staff, and any other professional who works full or 
part time with developmental students. 
FACULTY DEVELOPMENT - A process which uses a 
multiplicity of methods to promote an educator's personal 
growth and subsequently improve the teaching-learning 
environment. The loss or potential loss of one's position is 
not a consideration in a development effort. 
LEARNING ASSISTANCE PROGRAM - See developmental program. 
RETRAINING - A procedure whereby an educator, whose 
position is presently in jeopardy or will be in the future, 
will upgrade present skills and/or learn new ones and acquire 
additional knowledge in order to qualify for another position 
in education or another profession. The loss or potential 
loss of one's position is the incentive for retraining. 
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RETRAINING, FORMAL - The institution supports this 
procedure by a variety of external methods, i.e., released 
time, sabbatical leave, reduced workload, financial 
assistance, flexible schedule, etc. 
RETRAINING, INFORMAL - The institution does not support 
this procedure with external rewards. 
STAFF DEVELOPMENT - See faculty development. 
CHAPTER I I 
Review of the Literature 
Even though the number of developmental/learning 
assistance programs and the professionals who work with 
disadvantaged students has increased rapidly, little has 
been written about developmental education and the community 
college professionals who work in this facet of academe. 
The literature review will be an examination of remedial 
education and two elements which are essential aspects of 
developmental programs: community college faculty and 
faculty development. The relationship between the three 
areas is relevant to this study. These areas are integral 
parts of the instrument which was developed to gather data 
for this dissertation. 
Remedial/Developmental Education 
By 1968 most community colleges had begun to assume the 
job of remediation. It was at this time that the term 
remedial began to disappear from catalogs and professional 
literature. Remedial or developmental are often used 
interchangeably. There is, however, a subtle difference. 
"Remedial implies the remediation of students' deficiencies 
in order that they may enter programs for which they were 
previously ineligible. While many institutions refer to 
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their remedial endeavors as developmental, the term actually 
has a different connotation. Developmental refers to the 
development of skills or attitudes and may or may not have 
anything to do with making a student eligible for another 
program" (Roueche, 1968, p. 15). 
Cross's (1976) survey of 184 two-year institutions 
listed in the 1973 College and Junior College Directory 
published by the American Association of Community and 
Junior Colleges indicated that community colleges' early 
remedial efforts focused primarily on skill development. 
The goal at that time was to prepare the new nontraditional 
students to perform as traditional students. There was no 
attempt to change the institutions. Many schools offered 
developmental courses but few had developmental programs. 
Students were offered courses in reading, English, study 
skills, and mathematics. The problem of motivation was not 
addressed. It was believed that with the acquisition of 
skills academic success would follow. The results were not 
positive in that too many students continued to fail. They 
were being admitted into college, but the institutions were 
not designing programs which would allow students to 
succeed. Tests were written at the thirteenth grade reading 
level while students had difficulty reading at the eighth 
grade level. Students' needs and institutional practices 
were incompatible. 
13 
Leland Medsker, Director of the Center for Research and 
Development in Higher Education at University of California, 
Berkeley, and Dale Tillery, Professor of Higher Education at 
University of California, Berkeley (1971), conducted a 
national survey of two-year colleges which was sponsored by 
The Carnegie Commission on Higher Education. They found 
that learning deficiencies were not limited to a particular 
community-college population. "It is estimated that 30-50 
percent of students admitted to two-year colleges need the 
basic skills necessary to do college work" (p. 65). This 
report suggests that the student who has difficulty in a 
developmental reading, writing, mathematics, or learning 
skills course will often have problems in other courses 
also. To meet the needs of these students, colleges have 
developed core or opportunity programs, but the programs 
have tended to segregate and separate the developmental 
students. This isolation suggests that remedial education 
cannot be left to only one segment of the college. 
In a study on the effectiveness of developmental 
programs, Kulik, Kulik, and Shwalb (Boylan 1984b) from the 
University of Michigan's Center for Research on Teaching and 
Learning found there was a significant difference in the 
grade-point average of students involved in special programs 
and a higher retention rate for these students than for 
students who did not participate in the programs. The 
National Association for Developmental Education also 
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reported that high-risk students in developmental programs 
had a higher GPA and retention rate than those not involved 
in special programs (Boylan, 1984b). Boylan suggests that 
the maturity of developmental programs and the staff's 
increased experience since the 1960s are variables in the 
effectiveness and success of developmental programs in 
serving disadvantaged students. 
Community College Faculty 
Since there is a probable relationship between the 
faculty and the success of developmental programs, it may be 
helpful to know as much as possible about the professionals 
who work in these programs. The potential influence they 
have is, of course, related to their characteristics, needs, 
attitudes, and behaviors. 
In the study done by Medsker and Tillery (1971) of 57 
community colleges and 4000 individuals to identify the 
characteristics of community college staff, the following 
generalizations were made. The majority of these 
professionals were between 31 and 50 years of age while 18 
percent were under 30, and 23 percent were over 50 years 
old. Approximately 80 percent had a master's degee, 8 
percent had a doctorate, 10 percent a bachelor's, and only 3 
percent had less than a bachelor's degree. Approximately 25 
percent of the faculty had done graduate work beyond the 
master's level but had not earned a doctorate. The 
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willingness of junior college staff members to pursue 
further study to this extent reinforces the current 
proposals for creating a nonresearch doctorate for teachers" 
(p. 89). 
The professionals in the Medsker and Tillery survey 
tended to prefer the more traditional approach to 
education. Remedial courses were important to 50 percent of 
this group, and 25 percent thought remediation should be 
optional. They believed more thought should be given to the 
quality of the students rather than the quantity. The 
preference of 44 percent of these teachers was to work in 
four-year colleges and universities (pp. 87-92). 
The option for professional growth and mobility (Chait 
and Gueths, 1981; Vogler, 1980; White, 1981) is extremely 
limited. Immobility not mobility is currently the norm. 
The majority of full-time faculty, 48 percent, are tenured 
and between 35-50 years old. By the year 2000, more faculty 
will be 65 years and over than 35 years old and younger; the 
Age Discrimination in Employment Act will extend a faculty 
member's worklife by six years. "For the most part, then, 
what we see will be what we get for many years to come. 
Faculty will not go elsewhere because, in the main, there 
will be nowhere to go" (Chait and Gueths, 1981, p. 30). 
Jerry Gaff (1975) wrote a proposal to study ways of 
improving undergraduate instruction which was funded by 
Exxon Education Foundation. His data came from the 
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directors of 200 faculty development and instructional 
improvement programs in institutions across America. He 
found that colleges are presently working with the older, 
stable, tenured faculty. The new, young professionals are 
not coming into the system; therefore, the present faculty 
are going to have to be responsible for the new ideas and 
innovations. The need for continued or improved instruc¬ 
tional effectiveness is a constant. "Instructors discover 
that they must present more and better evidence of their 
teaching effectiveness to secure positions, tenure, or 
promotions" (p. 2). Changing populations are forcing insti¬ 
tutions to examine traditional concepts and myths. The 
approach today is not toward research, but toward effective 
teaching which implies helping students to sharpen their 
sensitivity and interpersonal skills. 
In a paper presented at the Conference on the Future of 
the Community College, Martin Moed (1982), Vice President 
and Dean of Faculty at La Guardia Community College, wrote 
that the community colleges' older, stable faculties are 
facing retraining, transfers, and retrenchment. There are 
also budget cuts which may cause larger classes, longer 
teaching hours, and more part-time faculty which will mean 
more noninstructional duties for full-time staff. In 
addition, the concept that it is the student's respons¬ 
ibility to learn and the teacher's responsibility to teach 
appears to be over. Moed argues that the teacher needs 
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to assume some of the responsibility for the student's 
learning. 
Hunter R. Boylan (1984a), Director of the Kellogg 
Institute and Associate Director of Center for Developmental 
Education at Appalachian State University, found in his 
review of research that most faculty are not really prepared 
to deal with disadvantaged students. Initially, those 
selected for the job often had little seniority and no 
tenure. They were inexperienced faculty members not too far 
removed from graduate school. Remedial courses have low 
status and are usually assigned as part of the regular 
teaching load; this assignment may even be considered a 
punitive one. Since this task is given to faculty with the 
least amount of seniority and experience, they learn on the 
job. This policy has begun to change. Faculty are now 
volunteering to work in developmental/learning assistance 
programs. They have an interest, a desire, and special 
training to work with this population. 
A study of five community colleges with well- 
established, innovative programs for nontraditional students 
by John Roueche, Director of the Community College Leader¬ 
ship program at the University of Texas, Austin, and 
researcher, writer, and lecturer on the underprepared 
student, and an associate, Wade Kirk, found that the faculty 
chose to work with high-risk students; they have positive 
expectations for their students and express these expec- 
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tations openly and honestly. The faculty are committed to 
helping their students succeed. They measure their teaching 
success by the learning success of their students. Faculty 
care about the students and encourage students to take an 
active part in their learning process. While content is a 
concern to the faculty in this study, they are more 
concerned about the students (Roueche and Kirk, 1973). 
Terry O'Banion (1973), Associate Professor of Higher 
Education at the University of Illinois, in a report 
prepared for the President's Advisory Council for Education 
Professions Development, describes the special charac¬ 
teristics of community-junior college teachers. His 
findings come from a review of the research and materials 
provided by the staff of approximately 40 junior-community 
colleges and instructors of community-junior college 
education programs. His data indicate a number of 
personality characteristics which are keyed to success in 
teaching. The personality he identifies for the successful 
community college teacher includes "an individual open to 
experience, democratic, accepting, understanding, caring, 
supportive, approving, loving, nonjudgemental. They 
tolerate ambiguity; their decisions come from within rather 
than from without; they have a zest for life, for 
experiencing, for touching, tasting, feeling, knowing. They 
risk involvement; they reach out for experiences; they are 
not afraid to encounter others or themselves. They believe 
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that man is basically good, and given the right conditions, 
will move in positive directions. Good teachers are able to 
help the students develop to their potential; educators know 
their area; they are able to communicate their knowledge to 
their students" (pp. 60-61). 
Faculty Development 
The 1970s brought with it its own unique set of 
problems which in turn created an interest in and a need for 
faculty development (Barwick, 1980; Centra, 1976; Lieberman 
and Miller, 1979; McLaughlin and Berman, 1977; Wagstaff and 
McCullough, 1973). Continued faculty development is a 
positive means of change since buildings cannot be burned 
down and all of the staff fired. Education cannot and will 
not change unless educators themselves change (Wagstaff and 
McCullough, 1973). "The best undergraduate preparation 
cannot serve professionals for more than 5-7 years in this 
age of change and expanding knowledge. From the time 
educators leave their training institutions, they embark on 
a journey of obsolescence. They need to keep up with new 
knowledge and technology in their area of specialization" 
(Dillon-Peterson, 1981, p. 59). 
In their review of faculty development research, 
William H. Bergquist, private consultant, and Steven R. 
Phillips, Coordinator of Faculty Development at the 
University of Puget Sound, found that past training 
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approaches have not met the needs of the changes occurring 
in higher education. In the past, the three most widely 
used development efforts in higher education were (1) a 
reduced student/ faculty ration, (2) the purchase of new 
instructional technology, and (3) the recruitment of new 
Ph.D.s with fresh, new ideas. The authors examined these 
methods to see why they had proved to be ineffective rather 
than effective in improving the teachers' skills. They 
found that when the student/faculty ratio is reduced, the 
faculty usually uses the seminar, thinking it is the best 
way to work with the students. Faculty frequently ignore 
the fact that group dynamics skills are necessary if the 
experience is to be a meaningful one. Because there are 
fewer students, faculty feels there is less preparation; 
thus there is more time for research and publication. A 
smaller student/faculty ratio does not necessarily improve 
the quality of teaching. Instead faculty should be 
encouraged and rewarded accordingly for developing the new 
skills necessary to teach a reduced student load. Bergquist 
and Phillips found that the purchase of new instructional 
hardware does not mean the instructor will use it or 
students' ability to learn will increase. Faculty are not 
too familiar with the new instructional technologies' 
potentials. They view the new hardware with suspicion and 
see it as a threat. Faculty see themselves being replaced 
by this new equipment. In addition, higher education s 
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instructional technologies cannot compete with commercial 
television or motion picture products (Bergquist and 
Phillips, 1975). 
The recruitment of Ph.D.s with new ideas to stimulate 
and motivate the faculty so that change will be continual is 
a fallacy. The belief that there will always be a need for 
new faculty and that these individuals will be a source of 
instructional innovation is also false. Colleges are not 
growing and new staff are not innovators. New staff are not 
risk-takers. They have to learn the ropes before they feel 
comfortable enough to innovate. Most of their creative 
ideas are lost in the process of academic survival. Since 
these three approaches have not been effective, Bergquist 
and Phillips conclude that it is time to view them 
realistically and make the necessary changes. They assume 
that for successful and meaningful change it should be 
comprehensive and occur at three levels: attitudes, 
process, and structure (Bergquist and Phillips, 1975). 
Patricia Justice (1976), Staff Development Coordinator, 
Mt. Hood Community College, Gresham, Oregon, in a study of 
community college staff development, reviewed the literature 
and examined the programs in Oregon's community colleges and 
five commendable programs in community colleges throughout 
the country. She found that the need for staff development 
related to continuous and rapid change within the community 
college and the instructors' ability to continue to teach in 
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this ever-changing environment. The literature discussed 
the need for development but offered little concrete help in 
implementing it. Surveys done for the American Association 
of Community and Junior Colleges and the National Advisory 
Council on Education Professions Development indicate little 
money is earmarked for staff development even though 
nationally "community and junior college faculty feel a 
definite need to update themselves and to be better prepared 
for their assignments" (p. 27). Justice did a needs 
analysis survey at Mt. Hood Community College; 104 full-time 
faculty indicated their willingness to be involved in 
training. As a result of Justice's study "a project will 
provide for a centralized staff development office, an 
improved part-time inservice program, business-industry- 
education teacher exchange and externships, and the 
development of a staff development system for use by other 
agencies" (p. 1). 
Baldwin et al.'s (1981) survey of formal faculty 
development efforts in 31 institutions for the American 
Association of Higher Education saw the community colleges 
as separate from the four-year colleges and universities. 
They had difficulty in locating training programs in the 
two-year colleges which made the authors conclude that 
development activities at this level are limited. There is 
also the implication that some informal development 
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initiatives may exist but they were not discussed in this 
paper. 
Baldwin found that the training programs in the six 
community colleges were initiated because of changing 
enrollment trends and program needs. Miami-Dade focused on 
retraining underutilized faculty so they could be trans¬ 
ferred to other areas of the college. Dallas County 
Community College District encouraged participation in an 
internal internship program for alternative career 
exploration. The other four colleges offered extensive 
career/life planning in an attempt to help the participants 
identify their unique areas of concern, being aware of the 
very real problem of burnout and stress faced by community 
college faculty. All participants voluntarily entered these 
programs. 
Monroe Community College (Milligan, 1982) has had to 
deal with many difficult issues, particularly in the area of 
retraining and reassignment of faculty. Since the faculty 
is unionized, they negotiated a very detailed Retraining, 
Reassessment, Reduction in Force and Recall Article for 
their 1979-1982 contract. Administration's support is very 
much in evidence by the method their Office of Research and 
Planning has developed for predicting where potential 
understaffing and overstaffing would exist two years in 
advance. 
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Monroe Community College's two-year advance notice 
encourages individuals to participate in retraining which, 
in turn, could lead to reassignment. This is a cooperative 
venture with all facets of the college involved in the 
process. Faculty is able to request reassignment and then 
prepare to meet the new department's standards. The 
transfer takes place only after individuals have completed 
their training (Milligan, 1982). 
In the California Community College System, faculty 
appears to be locked into a specific subject area by the 
certification they hold. This can become a problem in times 
of declining enrollment and curriculum changes. Los Angeles 
and Palomar Community Colleges have a policy for retraining 
faculty for lateral transfer. Individuals who request and 
are accepted for retraining receive financial support from 
the district while they pursue an approved educational 
program leading to certification in a second major. Faculty 
retraining is the institution's responsibility while profes¬ 
sional growth is the individual's responsibility (White, 
1978 ) . 
The Florida State Board of Education Rule 6A-14-29 
provides the authority and allocation formula for the Staff 
and Program Development programs. The administration of the 
Staff and Program Development programs remains with the 
State Board's Division of Community Colleges, and the 
funding is at 2 percent of each college's previous budget. 
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There is a Staff and Program Development Guidelines 
Committee consisting of representative members from the 
community college system. Development coordinators at the 
individual colleges must submit three forms in the planning 
and evaluation of their activities to the Division of 
Community Colleges: a five-year goal plan, an activity 
evaluation for each activity, and a financial report with 
each activity evaluation. By these actions, the state of 
Florida has acknowledged the need for staff development 
activities (Smith, 1976). 
CHAPTER III 
Methodology 
Primary Data Source 
The purpose of this study was to gather comprehensive 
data on the full- and part-time developmental educators 
who are working in the Massachusetts Community College 
System. These are the professional educators, teachers, 
administrators, counselors, and support service personnel 
who spend all or some portion of their workload working 
with students who have been assigned to a developmental 
program. The writer contacted the directors of these 
programs and requested the names of their staff. 
Twelve of the fifteen colleges were willing to 
participate. The names of the developmental educators 
were sent out within a week's time and several directors 
volunteered to mention this research at one of their staff 
meetings. 
The first mailing was sent to 266 people the week 
after spring recess. A second mailing was done three 
weeks later, a month before final examinations were to be 
given. Each questionnaire was mailed with a cover letter 
and an enclosed, stamped, self-addressed envelope to 
facilitate an early response. 
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The Instrumen t 
The instrument, a questionnaire, was developed to 
provide detailed information about the developmental 
educators in the Massachusetts Community Colleges. The 
questionnaire is divided into five parts: (1) demographic 
information, (2) job description, (3) work environment and 
skills important to developmental educators, (4) faculty 
development efforts, and (5) future plans. The purpose of 
the instrument was to learn the background of these 
professionals, how their time is spent, what skills they 
perceive as being important, in what type of training 
efforts would they be willing to participate, and what their 
future plans are. The instrument is composed of structured 
questions with predetermined sets of answers and open-ended 
questions for respondents to write in their own answers. 
Pilot Testing 
The instrument was pilot tested three times using three 
different representative groups of developmental educators. 
Each of the groups included full- and part-time people, 
support staff, instructors from the various disciplines, and 
an administrator. There were 11 individuals in the first 
group, 8 in the second, and 9 in the third, for a total of 
28 professionals. Each group was requested to answer the 
questionnaire, and on a separate sheet of paper, write down 
anything which they perceived as needing clarification, and 
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make any suggestions which they felt would improve the 
instrument. After each group had completed the process, 
there was a discussion of the questionnaire in general and 
their comments in particular; the instrument was changed 
accordingly. The final questionnaire (pp. 30-38) is the 
result of many revisions, each of which had incorporated the 
suggestions and recommendations offered by colleagues as 
well as those made by the members of the researcher's 
dissertation committee. 
Overall, the feedback was positive from those who 
participated in the pretesting. There was a consensus 
regarding the material included, the suitability of the 
questions asked, the length of time it took to read and 
respond to each item, and that the questions in work 
environment and skills, number 18, were constructed so the 
responses would provide considerable information. In 
general, the criticism focused on the scales employed in two 
questions, work environment, number 18, and skills, number 
19; they tended to confuse the reader. There was even 
further confusion when external rewards were listed witn 
faculty development efforts in the section on faculty 
development, question number 20. Changes were made 
accordingly. The questionnaire was assumed to be ready for 
the printer after the format of questions numbered 18, 19, 
and 20 was altered. 
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Collection and Analysis of Data 
The first mailing of 266 letters and questionnaires was 
posted on Monday, March 25, 1985, the week after spring 
recess. There were 56 returns by the Friday of that same 
week. By the time the second mailing was sent out on April 
17, 1985, 127 completed questionnaires (47.7 percent) had 
been received. The total number of returned surveys was 173 
(65 percent) . 
The first analysis of the raw data came in the form of 
frequency distributions and summary statistics that included 
means, medians, modes, and standard deviations. These 
tables were used to describe attitudinal or characteristic 
trends among the respondents. Statistical procedures such 
as chi squares, t tests, and analyses of variance were used 
to test and measure statistically significant differences 
between various respondent groups. Following convention, in 
significance testing, alpha was set at p<.05. 
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Questionnaire 
Place an x or appropriate number in the 
alloted space. For some questions you may prefer to write 
your response in the space provided. 
PART 1 - DEMOGRAPHIC INFORMATION 
1. Sex: 
_ 1. Female 
_ 2. Male 
2. Age Category: 
_ 1. Under 25 
_ 2. 26-35 
_ 3. 36-45 
_ 4. 46-59 
_ 5. 60 and over 
3. Highest Earned Degree: 
A. _ 1. Associate 
_ 2. Bachelor's 
_ 3. Master's 
_ 4. Doctorate 
_ 5. Other (describe) 
B.  1. Write in the date highest degree 
was earned. 
4. Your major field of study as a(n): 
1. Undergraduate_Dates 
2. Graduate_Dates 
3. Other Dates 
5. Number of years as a professional educator: 
A.   1. under 3 years 
_ 2. 4- 7 years 
_ 3. 8-14 years 
_ 4. 15-20 years 
_ 5. over 20 years 
B. _ Write in the number of years at present 
institution. 
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6. Present academic status: 
A. 
B. 
1. Instructor 
2. Assistant Professor 
3. Associate professor 
4. Professor 
5. Counselor 
6. Administrator 
7. Other (describe) 
1. Full time position 
2. Part time position 
7. Do you have (a): 
A. 
B. 
1. Tenure 
2. Multiple Year Contract 
3. Yearly Contract 
4. Other (describe) _ 
1. Ten Month Contract (Sept.-June) 
2. Twelve Month Contract 
3. Other (describe) 
8. If full time, what is your salary range? 
A. 1. Under $16,000 
_ 2. 16,000-20,000 
_ 3. 20,001-24,000 
_ 4. 24,001-28,000 
_ 5. 28,001-32,000 
B. _ If part time, write in your average 
salary per semester for your development 
assignment. 
C. _ Write in the average number of hours per 
week you work in the developmental/ 
learning assistance program. 
9. Length of time as a developmental educator? 
_ 1. Under 3 years 
2. 4- 7 years 
_ _ 3. 8-15 years 
4. over 15 years 
32 
10. What was your previous position? 
_ 1• Teaching faculty with no developmental 
responsibilities 
_ 2. Counselor 
_ 3. Administrator 
_ 4. Developmental Educator 
_ 5. Other (describe) 
11. Where was your previous position? 
- 1. Elementary School (K-8) 
_ 2. Secondary School (9-12) 
_ 3. Present Institution 
_ 4. Another Two Year College 
_ 5. Four Year College or University 
_ 6. Other (describe) 
12. How did you become a developmental educator? 
A. _1. Hired to work in traditional programs; 
developmental became part of the workload; 
retrenchment was not a factor. 
_ 2. Hired to be a developmental educator. 
_ 3. Developmental assignment a direct result of 
retrenchment or the possibility of 
retrenchment. 
B. 
C. 
_ 1. Developmental is a desired assignment. 
_ 2. Developmental is not a desired assignment. 
1. I've had no training to work with 
developmental students. 
2. I've had formal or informal training to work 
with developmental students. 
If you checked #2, briefly describe your training; 
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PART 11 - JOB DESCRIPTION 
13. What portion of your workload is officially assigned 
to developmental education? Place checks in the 
appropriate blocks. 
Fall - F 
Spring - Spr 
Summer - Sum 
Under 10% 
Adm 
F 
inisti 
Spr 
"ation 
Sum 
Counseling 
F Spr Sum 
Learning Lab 
F Spr Sum 
-- 
Teaching 
F Spr Sum 
-^ 
11-25% 
26-50% 
51-75% 
Full Time 
Other (describe) 
14. How many developmental classes do you usually teach in 
a semester? 
A. _ 1. None 
_ 2 . One 
_ 3. Two 
_ 4. Three 
_ 5. Four 
B. In what discipline(s) are these courses? Check 
all that apply: 
1. Social Sciences 
2. Natural Sciences - Mathematics 
3. Professional Fields 
~ 4. Humanities 
' 4a. English 
4b. Reading 
4c. ESL 
_ 5. Other 
(describe) ___—— 
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15. As a developmental educator, how is your time 
allocated? Indicate the amount of time spent in each 
of the following areas that apply: 
1. no time 
2. very little time 
3. a moderate amount of time 
4. a major amount of time 
_ 1. Teaching 
_ 2. Counseling 
_ 3. Attending on-campus meetings 
_ 4. Attenting off-campus conferences & meetings 
_ 5. Tutoring students 
_ 6. Computer Assisted Instruction 
_ 7. Reading professional journals 
_ 8. Writing grants 
_ 9. Paper Work: collecting data, writing reports, 
etc. 
_ 10. Other (describe) 
16. Answer this question only if you are a counselor. If 
you are a counselor working with developmental 
students, please indicate the major focus of your 
counseling sessions on the following scale: 
1. no time 
2. very little time 
3. a moderate amount of time 
4. a major amount of time 
_ 1. Academic (course program information) 
2. Career-Life Planning (vocational-life goals) 
' 3. Personal (therapeutic-supportive) 
4. Other (describe) 
17 Answer this question only if you work in a learning 
lab. If you work in a learning lab, indicate how your 
time is allocated on the following scale. 
1. no time 
2. very little time 
3. a moderate amount of time 
4. a major amount of time 
1. Computer assisted instruction 
2. Counseling 
3. Coordinating available services 
4. Working with developmental educators 
5. Tutoring: Indicate subject area 
6. Other (describe) 
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PART III - WORK ENVIRONMENT AND SKILLS 
18‘ The.following list relates to factors in the developmental work 
environment. The first column asks how important each item is to 
you. The second column asks the extent to which each exists at your 
institution. J 
Rank each item using the following two scales. 
1- unimportant 
2- low 
3- moderate 
4- very 
NA-not applicable 
1- never 
2- rarely 
3- sometimes 
4- frequently 
NA-not applicable 
Importance 
To 
You 
Avai1abi1ity 
in Your 
Workplace 
1. Developmental classes of twenty 
or fewer students 
2. Autonomy in choice of materials 
3. Autonomy in how I do my tasks 
4. Availability of Computer 
Assisted Instruction for students 
5. Availability of tutors in 
academic areas 
6. Availability of ESL instructors 
7. Availability of counselors assigned 
to developmental 
8. Developmental staff meeting to share 
information about mutual students 
9. On-campus discussions about 
developmental education 
10. Freedom to attend off-campus 
meetings 
11. Administrative support for 
developmental education 
12. Colleagues' support for 
developmental education 
13. Other (describe) 
, 14. —1 
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19. Preliminary research has indicated that a variety of skills are 
important for developmental educators. - 
. The first column asks how important you feel these abilities are in 
working with developmental students. 
. The second column asks the extent to which you possess these. 
. The last column asks how willing you are to participate in a 
development-retraining effort to increase your ability in these 
areas. 
Rank the level of each item on the following scale. 
1 - none or low 
2 - moderate 
3 - high 
NA - not applicable 
Importance 
To 
You 
Present 
Ability 
Level 
Your 
Willingness to 
Participate 
in Traininq 
1. Ability to present material 
clearly 
2. Ability to adjust the rate at 
which new ideas are covered 
3. Ability to ask easily under- 
stood questions 
4. Ability to answer questions 
clearly and concisely 
5. Ability to get students to 
participate in discussions 
6. Ability to use a variety of 
teaching styles 
7. Ability to be responsive to the 
needs of individual students 
8. Ability to counsel: listen, 
observe, be non-judgemental 
9. Ability to set and enforce 
limits 
10. Ability to supervise staff 
11. Ability to write a budget 
12. Ability to collect data and 
write reports 
13. Ability to write competitive 
qrants 
14. Other (describe) 
15. 
16. 
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PART 
20. 
PART 
21. 
IV - FACULTY DEVELOPMENT 
The following are typical faculty development efforts. 
Indicate the importance of each in relation to your 
responses to the preceding question (#19). 
1 - not important 
2 - important 
3 - very important 
- 1. On-going discussions of mutual concerns 
with your peers 
_ 2* Attendance at professional meetings and 
conferences 
_ 3* An internship, exchange or experiential 
learning project for yourself 
- 4. Videotaping and analyzing your teaching 
skills 
_ 5. Visitation to your class by a colleague 
with structured feedback 
_ 6. Student evaluations 
7. Advanced or additional study in 
8. Other (describe) 
9. 
10. 
11. 
V - FUTURE PLANS 
Professionally where do you see yourself five years 
from now? 
1. Working in industry or another profession 
2. Retired: no full or part-time employment 
_ 3. Remaining in education 
4. Other (describe) ___ 
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22. If you plan to remain in education, indicate the 
extent to which each of the following options 
interests you. Rate the interest to each option on 
the following scale. 
1 - not interested or very little 
interest 
2 - interested 
3 - very interested 
_ 1. Continue to do what I am presently doing 
2. Increase the time spent as a developmental 
educator 
_ 3. Decrease the time spent as a developmental 
educator 
_ 4. Be a faculty member with no developmental 
assignment 
_ 5. Be an administrator with no developmental 
responsibilities 
_ 6. Be a director of a developmental program 
7. Other (describe) 
CHAPTER I V 
Results and Discussion 
The findings presented in this chapter are based on the 
168 valid questionnaires returned by developmental educators 
in the Massachusetts Community College System. The objec¬ 
tives of this study were to identify and analyze the 
characteristics and perceived training needs of these 
professionals. 
This chapter is divided into five sections. Section 1 
presents the demographics. Section 2 presents job descrip¬ 
tions and examination of the various tasks, and the time 
allotted to each by respondents. The work environment and 
the skills thought necessary for developmental educators are 
examined in the third section which also includes 
respondents' perceptions of the importance of these skills, 
together with statements of their willingness to participate 
in training. Section 4 presents typical faculty development 
initiatives and explores the importance of these efforts to 
the respondents. Section 5 focuses on the future plans of 
these individuals. 
The possible number of cross tabulations was great, 
with 141 variables in the questionnaire. It became obvious 
after the first computations were run off that most would be 
insignificant. Many of the data fields were sparse thus 
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new variables were formed to better observe any developing 
trends. The new variables were summations of responses to 
similar questions, i.e., Tables 30-35. New variables were 
also created by substituting midpoint values for range 
values to get a better approximation of summary statistical 
values. In question 2 on age, the value of 30.5 years 
replaced the second answer, 26-35 years. 
The new variable which was chosen for extended analysis 
was created from question 12a-c. This related to whether 
respondents were initially hired for traditional or 
developmental programs, their perception of the desirability 
of the developmental assignment, and respondents' training 
for the position of developmental educator. This new 
variable was used in cross-tabulations with chi squares. 
Within each of the five sections, data on four distinct 
populations were separated. The selection of these groups 
was based on their initial job assignment. The first group 
was hired to work in traditional programs and they have some 
training to be developmental educators. This group will be 
referred to as traditional training (TT). Group two was 
also hired to work in traditional programs but they have no 
training for the developmental/learning assistance position, 
and are therefore referred to as traditional no training 
(TNT). The third and fourth groups are individuals who were 
employed as developmental educators. The third group has 
had some formal or informal preparation for working with 
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disadvantaged students, while the fourth has had none. 
Therefore, group three will be referred to as developmental 
training (DT), and the fourth group as developmental no 
training (DNT). In addition, designations of part-time (PT) 
fu11—time (FT) employment status are used in relation to 
the samples. 
SECTION 1 
Demographic Information 
Sex 
Male response to the survey was 62 percent and female 
was 68 percent. As shown in Table 1, the greater percentage 
of the sample is female. Of the female respondents, almost 
half work PT while less than a third of the men are working 
PT. Nearly three-quarters of the men have FT status. 
Approximately 50 percent of the women work FT. This 
difference is significant at pS.05 (Table 2). 
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Table 1 
Sex of the Respondents 
Sex Percent 
(n-166)* 
Female 63.3 
Male 36.7 
* The n in the data which follows is not consistent 
due to individual responsents choosing not to 
answer parts of questions or entire questions. 
Table 2 
Sex and PT and FT Status 
Status Female Male 
Percent Percent 
(n=105) (n=60) 
Full Time 52.4 71.7 
Part Time 47.6 28.3 
P 024 
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The data show that 73 percent of the women and 50 
percent of the men have had no formal or informal training 
for their developmental position. While 50 percent of the 
males have had some preparation to work with developmental 
students, 28 percent of the women received some training. 
This is significant at p2.05 (Table 3). 
Table 3 
Sex and Developmental Educators (DE) 
Initial Position by Training 
Female 
Percent 
(n=90) 
Male 
Percent 
(n=50) 
Traditional 
training (TT) 10.0 28.0 
no training (TNT) 23.3 14.0 
Developmental 
training (DT) 17.8 
no training (DNT) 48.9 
22.0 
36.0 
p = .026 
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Respondents' median age is 41.7 years. One third of 
the sample is under 36 years of age, while none are under 
25. The percentage older than 45 years is 31.5 percent 
(Table 4). These data would seem to support the research 
of Bergquist and Phillips (1975a) which indicates that 
young people are not entering higher education. The study 
done by Medsker and Tillery (1971) and the Carnegie 
Council's findings conclude that by the next century there 
will be more faculty in their sixties than under 35 years 
of age (Chait and Gueths, 1981). 
I 
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Table 4 
Age Category of the Respondents 
Years Percent 
(n=168) 
under 25 0.0 
26 - 35 33.3 
36 - 45 35.1 
46 - 59 25.0 
over 60 6.5 
X = 41.7 s = 10.3 
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Analysis of variance was done to determine if there 
were significant differences between the ages of the four 
groups defined as developmental educators by their initial 
assignment and training and PT and FT status. The data 
indicate there are no significant differences in the ages of 
those hired for traditional versus developmental programs. 
Training is the significant variable. The professionals 
with developmental training tend to be older. The average 
age for TT is 45 years and 47 for DT. The mean for TNT is 
39 years and 38 for DNT. The respondents with training are 
older (Table 5). 
Table 5 
Anova for Ages of PT, FT, 
and DE Position by Training 
Group n X s 
Full Time (FT) 85 42.1 9.8 
Part Time (PT) 56 39.7 10.2 
Traditional 
Training (TT) 22 45.2 8.8 
No Training (TNT) 28 38.9 9.5* 
Developmental 
Training (DT) 28 47.2 10.5 
No Training ( DNT) 63 38.0 8.6* 
* Significance level =^.05 
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Highest Earned Degree 
A master's degree is the highest degree held by two- 
thirds of the respondents. One person has an associate 
degree. Bachelor's degrees are held by 17 percent of the 
sample, and 15 percent have advanced degrees (Table 6). 
As a rule, having a master's degree or working toward 
one is a prerequisite for employment as a faculty member in 
a Massachusetts community college. Community college 
faculty are hired to work directly with the student 
population. They are not required to do research, publish, 
consult, or obtain advanced degrees. These job expectations 
in the community college may be a factor in the relatively 
few postgraduate degrees earned by the respondents. 
Table 6 
Highest Degree Earned 
Degree Percent 
(n=168) 
Associate 0.6 
Bachelor's 16.7 
Master's 67.9 
Doctorate 9.5 
CAGS 5.4 
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Major Field of Study 
The major fields of undergraduate study are humanities, 
natural science, social science, and education respec¬ 
tively. Special needs is an arbitrary label for degrees in 
counseling, hearing, reading, social work, and speech 
therapy. Two individuals did work in this area and one 
person was a business major (Table 7). 
At the graduate level, the percentages for relevant 
specialization increased, i.e., education and special 
needs. Graduate degrees in humanities, natural science, and 
social science decreased (Table 7). 
Table 7 
Respondents' Major Fields of Study 
Discipline Undergraduate 
Percent 
(n=164) 
Graduate 
Percent 
(n=l41) 
Business 0.6 0.0 
Education 14.6 27.0 
Humanities 37.2 19.9 
Natural Sciences 26.9 18.4 
Social Sciences 19.5 7.8 
Special Needs* 1.2 26.9 
* Special needs is an arbitrary category which 
includes degrees in counseling, ESL, hearing, 
reading, social work, and speech therapy. 
48 
Years As A Professional Educator 
The respondents have been professional educators for an 
average of 12.5 years. Approximately 10 percent have been 
in the field three years or less while a third are seasoned 
professionals with 15 or more years of experience. 
Table 8 
Years as a Professional Educator 
Years Percent 
(n=168) 
under 3 9.5 
4-7 25.6 
8-14 31.5 
15 - 20 17.3 
over 20 16.1 
X = 12.5 s = 8 
These individuals have worked in their present insti¬ 
tutions for a mean of 7.3 years. A third of them have been 
at their present college for less than four years. Approx¬ 
imately two-thirds of the sample have worked at their 
present institution for four years or longer (Table 9). 
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The literature indicates that viable career options in 
the field of education are becoming more limited. The 
decreased pool of students, fiscal restraints, and an 
increase in the mandatory retirement age are a few of the 
reasons educators are likely to remain at their present 
institutions. This leaves fewer opportunities for people 
wanting to come into or transfer within the profession 
(Chait and Gueths, 1981; Milligan, 1982; Volger, 1980; 
White, 1981). The findings of the present research appears 
to support these earlier findings. 
Table 9 
Number of Years at 
Present Institution 
Years Percent 
(n-146) 
under 3 34.9 
4-7 28.0 
8-14 20.5 
15-20 14.4 
over 20 2.2 
X = 7.3 s = 6.5 
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Academic Status 
The traditional faculty ranks, instructor, assistant 
professor, associate professor, and professor, are held by 
two-thirds of the respondents. Counselors and 
administrators are a small percentage of the sample, 6 and 7 
percent respectively. It is interesting to note that a 
quarter of the respondents have some other status. Such 
positions are described as a 12 month professional, 
coordinator, teacher aide, staff, tutor, laboratory 
assistant, and special learning assistant (Table 10). It is 
difficult to know if the duties of these positions are 
similar or dissimilar because each college has considerable 
latitude in developing its own job descriptions and titles 
(Parsons, 1985) . 
The data indicate 60 percent of the respondents are FT 
staff, while 40 percent are PT. 
An analysis of PT and FT status and sex was computed. 
In examining employment status in relation to sex, there is 
a significant difference (p^S.05) between males and females 
in terms of their likelihood of having full-time 
employment. Three-quarters of part-time staff are women. 
Cross tabulations were computed for sex and academic 
rank, p=.007. Women in this sample have lower professional 
status than their male colleagues. At the four traditional 
academic levels, women are two-thirds of the lower two 
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ranks, a third of the associate level, and 41 percent of the 
professors. Women are 89 percent of the counselors and a 
third of the administrators in this survey. 
Table 10 
Academic Status 
Status Percent 
(n-165) 
Instructor 29.1 
Assistant 14.5 
Associate 6.1 
Professor 13.3 
Counselor 5.5 
Administrator 7.3 
Other* 24.2 
* Other (n=40) listed their status as follows: 
12 month professional staff (11), coordinator (8), 
teacher aide (8), staff assistant (4), tutor (4), 
laboratory assistant (3), special learning 
assistant (2) . 
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Type and Length of Contract 
Slightly less than three-quarters of respondents are 
given traditional type contracts. Of these, yearly 
contracts, tenure, and multiple year contracts are held by 
30, 23, and 18 percent of the respondents respectively. 
Other kinds of agreements were given to more than a quarter 
of the sample. In this latter group, the greatest number 
were for the semester, a few for a grant, and two 
individuals were hired as consultants. 
A ten-month contract is held by nearly a half of the 
respondents. This type of contract is usually given to 
faculty. A third of the sample have 12-month contracts and 
19 percent have agreements for other time periods. In the 
latter group, the majority are paid by the semester, some by 
the hour, and a few for the length of the grant and by the 
course (Table 11). 
In Gaff's (1975) study of 200 developmental programs, 
tenure was the norm. On the other hand, Boylan's (1984a) 
research indicates that developmental faculty tend not to 
have tenure. Since approximately a quarter of the 
respondents have tenure, it would appear this research 
supports Boylan's findings. 
The number of atypical contracts in terms of both 
length and type reflect the autonomy each college has to 
negotiate agreements. This is particularly true of part- 
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time employees; they are not governed by the agreement 
negotiated between the professional staff of the community 
colleges and the Massachusetts Board of Higher Education 
(Parsons, 1985). 
Table 11 
Type and Length of Contract 
Type Percent 
(n=l48) 
Tenure 23.0 
Multiple Year 18.2 
Yearly 30.4 
Other* 28.4 
Length (n=122) 
Ten Month 48.4 
Twelve Month 32.8 
Other** 18.9 
* Other (n=42) contracts are: by the semester 
(34), on grants (6), consultants (2). 
** Other (n=23) time periods are as follows: by 
semester (14), by the hour (5), for the length 
of the grant (2), by the course (2). 
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Full-Time Salary 
The mean salary for 10-month respondents is $23,545. 
No individual in this category earns less than $16,000 and 
fewer than five percent earn over $32,000. 
In the pay categories for 12-month staff, 11 percent 
earn $16,000 or less. No one earns over $32,000. The 
average salary for this population is $22,470. Those with 
12-month contracts work a longer period for an average of 
$1,000 less than staff on the 10-month contract (Table 12). 
The average salary for men is $24,500, and for women is 
$21,981. 
Table 12 
FT Salary by Length of Contract 
Salary 
(in dollars) 
10 Month 
Percent 
(n=45) 
12 Month 
Percent 
(n=35) 
Other 
Percent 
(n-1) 
under 16,000 0.0 11.4 0.0 
16,000-20,000 35.6 28.6 0.0 
20,001-24,000 22.2 20.0 0.0 
24,001-28,000 20.0 28.6 100.0 
28,001-32,000 17.8 11.4 0.0 
over 32,000 4.4 0.0 0.0 
X $23,545 22,470 26,000 
s 5,567 5,200 0.0 
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There are significant differences in the salaries of FT 
professionals and their initial position by training. 
Respondents who have had some preparation for the position 
of developmental educator receive more money. The mean 
salaries are $25,133 for TT and $24,000 for DT. Without 
training, the salaries are $19,300 for TNT and $21,879 for 
DNT. This is significant at the .05 level (Table 13). 
Table 13 
FT Salary and DE Initial 
Position by Training 
Population n X s 
Traditional 
training 15 25,133 6,457 
no training 10 19,300 3,129* 
Developmental 
training 25 24,000 5,620 
no training 33 21,879 5,355* 
* Significance level =^.05 
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Part-Time Salary 
There is a wide salary range for part-time staff. They 
are paid from $800 to $7,700 per semester. More than a 
third of PT respondents make $2,000 or less a semester. 
Twenty percent of this sample earn between $2,000 and $3,200 
for the same period. Less than 50 percent of the 
respondents are in the last three salary groups in Table 
14. The mean salary for PT professionals $3,118. 
Thomas Parsons, Vice President of the Massachusetts 
Community College Council (1985), has said that disparity in 
the salary scale could be explained by the fact that PT 
professionals are not protected by the union contract. 
Without the contract restrictions, each college has 
considerable freedom when negotiating with PT staff. 
Table 14 
PT Salary Per Semester 
Salary 
(in dollars) 
Percent 
(n=63) 
X s 
800 - 2,000 
2,001 - 3,200 
3,201 - 4,400 
4,401 - 5,600 
5,601 - 7,700 
36.5 
20.6 
15.9 
12.7 
14.3 
$3,118 1,781 
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Hours 
There is a difference in the number of hours PT and FT 
staff are assigned to developmental/learning assistance 
programs. Part-timers average 15 hours per week, while FT 
professionals spend an average of 23 hours a week working as 
developmental educators. 
Half of the FT and two-thirds of the PT staff spend 20 
hours or less a week working with the underprepared 
students. With the exception of the 31 to 48 hour time 
category, the percentage of PT staff is greater than the FT 
(Table 15). For budgetary reasons, colleges hire as many PT 
staff as possible. However, part-time hours are kept below 
the point that would make PT staff eligible for benefits. 
Table 15 
Number Hours Worked Per Week 
Hours Part Time 
Percent 
(n=59) 
Full Time 
Percent 
(n=77) 
0 - 10 45.8 36.4 
11 - 20 18.6 14.3 
21 - 30 32.2 9.1 
31 - 48 3.4 40.3 
X 14.9 23.0 
s 10.0 13.7 
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Length of Service as Developmental Educator 
The responses indicate that almost a third of the 
sample have worked as developmental educators three years or 
less. Over a third have worked with underprepared students 
for 4 to 7 years. Another third have been involved with 
remedial programs 8 years or longer. Respondents have been 
developmental educators an average of 7 years (Table 16). 
The data disclose that the majority of the sample are 
experienced developmental educators. These findings support 
Boylan's (1984b) research on developmental education which 
found the staff becoming more experienced as learning 
assistance programs have grown and matured. 
Table 16 
Years Respondents Have Been 
Developmental Educators 
Years Percent 
(n=l59) 
under 3 29.6 
4-7 37.7 
8-15 27.7 
over 15 5.0 
X 6.9 
s 5.0 
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Previous Positions Held by Respondents 
Teachers who had no remedial responsibilities before 
assuming their present position comprise more than 40 
percent of the sample. The status of developmental educator 
was held by 15 percent of the respondents, fewer than 10 
percent were counselors, while 3 percent were adminis¬ 
trators. The other third of these professionals held a 
diverse variety of positions before becoming developmental 
educators. They describe their last position as teacher, 
housewife and mother, engineer, consultant, laboratory 
technician, ESL instructor, teacher aide, corporate 
president, editor and writer (Table 17). 
As shown by Table 18, these positions were located in 
many different settings. Slightly more than three-quarters 
of the respondents came from other educational institutions, 
while the remainder came from other work environments. 
The fact that the majority of respondents had no 
remedial experience prior to their present positions is not 
an unexpected finding. Community colleges have had to 
recruit their staff from many other professional settings. 
This has been due to the uniqueness of the community college 
and the insufficient number of training programs for this 
aspect of higher education. More developmental educators 
come into learning assistance programs from the more 
traditional positions in the world of work (Bleyer, 1979, 
Boylan, 1984b; Brier, 1984; Cross, 1976; Lieberman and 
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Miller, 1979; O'Banion, 1973; Medsker and Tillery, 1971; 
Report, 1968 ) . 
Table 17 
Previous Position 
Position Percent 
(n-159) 
Teacher, no dev. duties 41.5 
Counselor 8.2 
Administrator 3.1 
Developmental Educator 14.5 
Other * 32.7 
* Other (n=52) encompasses a wide range of 
positions: graduate student (9), high school 
teacher (7), teacher with some developmental 
responsibilities (4), ESL instructor (4), 
elementary school teacher (3), special education 
(3), housewife/mother (3), teacher's aide (3), GED 
instructor (2), engineer (2), business (2), 
corporation president (1), junior high school 
teacher (1), education administrator for Division 
of Youth Service (1), researcher (1), assistant 
director of a grant (1)/ mental health (1), 
consultant (1), public relations (1), laboratory 
technician (1) . 
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Table 18 
Location of Previous Position 
Where Percent 
(n=155) 
Elementary School (K-8) 9.0 
Secondary School (9-12) 21.3 
Present Institution 17.4 
Another 2 yr. College 14.2 
4 yr. Coll/Univ 15.5 
Other* 22.6 
* Other (n=35) work settings: community agencies 
(8), private or alternative schools (7), industry 
(5), self-employed at home (4), state and federal 
agencies (4), graduate school student (4), hospital 
(2), criminal justice system (1). 
How Respondents Became Developmental Educators 
The portion of respondents who were initially hired to 
work in developmental programs is less than two-thirds. 
Fewer than 2 percent indicate that retrenchment was a factor 
in their decision to become developmental educators. 
Retrenchment therefore is not an important variable in how 
this sample became developmental educators. More than a 
third of the professionals were initially hired to work in 
traditional programs; they have subsequently become remedial 
educators (Table 19). 
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Table 19 
How Respondents Became 
Developmental Educators 
Method Percent 
(n=154) 
Through Traditional Programs 37.7 
Hired for Developmental 60.4 
Retrenchment 1.9 
Respondents were asked to indicate whether or not 
developmental education constituted a desirable assignment. 
Of the respondents, 88.5 percent stated the desirability of 
developmental education. The remaining percent do not 
perceive this as desirable. 
It is interesting to note that while respondents were 
hired to and want to work in learning assistance programs. 
Table 20 shows that slightly less than two-thirds of the 
sample have not received any special training for this 
position. Those with training have varied experiences, such 
as, formal course work, conferences, reading journals, 
on-the-job training, public school experiences, counseling, 
and discussions with colleagues. The most common prepa¬ 
ration was formal course work, and discussions with 
colleagues occurred the least often. 
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It would appear the present data support Roueche and 
Snow's (1977) findings that the practice of assigning 
developmental courses to faculty started to change in the 
70s. It was then that faculty began to volunteer to work 
with disadvantaged students. While the majority of the 
present sample were hired for and desired to become 
developmental educators, respondents did not indicate why 
the developmental assignment was desired. 
Table 20 
Training for Developmental Education 
Training Percent 
(n=l48) 
Yes* 36.5 
No 63.5 
* The training experiences fall into the following 
categories: formal course work (43), conferences, 
workshops, and reading professional journals (23), 
on-the-job training (20), public school experience 
(7), counseling/social work (6), discussions with 
colleagues (4). 
Summary of Demographic Information 
Demographic data regarding the characteristics of 
developmental educators in the Massachusetts Community 
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College System have been obtained (Tables 1-20). The 
findings indicate the typical professional is a 42-year-old 
female, part-time teaching faculty member with a master's 
degree. She has been a professional educator for 12 years 
and a developmental educator for seven. This individual was 
a teacher with no remedial duties before being hired for her 
present position. She has less formal or informal 
preparation to work with underprepared students than her 
male colleagues, and she earns less money than they do. 
In relation to their male counterparts, fewer females 
have full-time status and they hold lower academic rank. It 
is interesting to see that of the 9 counselors in this 
sample, 8 are female, and of the 12 administrators, 4 are 
women. 
SECTION 2 
Job Description 
Workload Functions by Semester 
Administration, counseling, learning lab, and teaching 
are functions which this section examines. Tables 21-24 
present each task and the percentage of respondents' 
workload allocated to it, a workload analysis done by 
semester. The purpose of the semester to semester analysis 
is to learn if the semester is a variable in assessing 
whether the portion of time assigned to developmental 
activities changes within the school year. 
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The data indicate the time categories for 
administration (Table 21), learning lab (Table 23), and 
teaching (Table 24) are consistent throughout the year. 
Administration is typically assigned 11 to 25 percent of 
respondents' workload for the three semesters, while 
teaching and working in learning lab typically consume about 
26 to 50 percent of staff time. The counseling function is 
11 to 25 percent of the workload in the fall and spring; it 
increases to 26 to 50 percent in the summer. The 
performance time given to these developmental tasks is 
consistent. The semester does not appear to make a 
significant difference in the distribution of work across 
functions. 
Table 21 
Time Assigned to Administration by Semester 
Time Fall 
(n=40) 
% 
Spring 
(n=38) 
% 
Summer 
(n=22) 
% 
under 10% 22.5 21.1 22.7 
11 - 25% 40.0 39.5 27.3 
26 - 50% 10.0 10.5 13.6 
51 - 75% 7.5 7.9 13.6 
full time 20.0 21.1 22.7 
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Table 22 
Time Assigned to Counseling by Semester 
Time Fall 
(n=48) 
% 
Spring 
(n=46) 
% 
Summer 
(n=24) 
% 
under 10% 29.2 30.4 29.1 
11 - 25% 31.3 28.3 16.6 
26 - 50% 18.8 19.6 20.8 
51 - 75% 8.3 8.7 4.1 
full time 12.5 13.0 29.1 
Table 23 
Time Assigned to Learning Lab by Semester 
Time Fall 
(n=63) 
% 
Spring 
(n=64) 
% 
Summer 
(n=18) 
% 
under 10% 17.5 15.6 27.8 
11 - 25% 20.6 20.3 16.7 
26 - 50% 20.6 25.0 27.8 
51 - 75% 15.9 14.1 5.6 
full time 25.4 25.0 22.2 
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Table 24 
Time Assigned to Teaching by Semester 
Time Fall 
(n=124) 
% 
Spring 
(n=109) 
% 
Summer 
(n=35) 
% 
under 10% 6.5 8.3 25.7 
11 - 25% 19.4 17.4 20.0 
26 - 50% 31.5 33.0 11.4 
51 - 75% 17.7 19.3 14.3 
full time 25.0 22.0 28.6 
Number of Classes Taught in a Semester 
Less than a third of respondents teach one class, while 
a third teach two classes. Fifteen percent of the sample do 
not teach a class. The majority of other respondents teach 
three or four classes (Table 25). 
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Table 25 
Number of Classes Taught in a Semester 
Number Percent 
(n=166) 
% 
0 15.1 
1 30.7 
2 33.1 
3 9.0 
4 9.6 
5 1.8 
6 0.6 
Disciplines in which Developmental Courses are Taught 
The majority of remedial courses are taught in natural 
science/mathematics, English, reading, ESL, and social 
science. None of the respondents indicate they teach 
developmental courses in professional fields. Eleven 
percent of developmental course offerings are in areas other 
than those listed (Table 26). 
There is some information available on colleges which 
offer developmental courses, but a paucity of information 
exists on the number of faculty teaching such offerings. 
There is a company, the College Marketing Group of 
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Winchester, Massachusetts which collects these data to help 
in the marketing of textbooks. They have compiled data on 
the number of two year college faculty who are teaching 
remedial courses (Boylan, 1986). The findings in this 
survey approximate the percentages in their research. 
Table 26 
Disciplines of Courses Taught 
F ield Percent 
Social Science 
n=l 45 
10.3 
Natural Science/Math 
n=l 46 
37.0 
Professional Fields 
n=l 4 4 
0.0 
English 
n=l 4 5 
34.5 
Reading 
n=l 4 4 
22.2 
ESL 
n=l 45 
11.7 
Other* 
n=l 47 
10.9 
* Other (n=16) includes: study skills (8), writing 
(3), Spanish (2), secretarial (1), personal growth 
(1), course for tutors of disabled students (1). 
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Allocation of Time by Activity 
Respondents were given a list of activities and asked 
to specify the degree of time they give to that portion of 
their work. This was done on a 4-point scale ranging from 
none (1), little (2), moderate (3)/ to major (4). 
Using the mean scale value for reference, the responses 
indicate the staff spend their time primarily in tasks which 
involve student contact. The most time is given first to 
teaching and then tutoring and counseling (Table 27). 
Little or no time is devoted to computer assisted 
instruction (CAI). The minimal time given to CAI appears to 
agree with the statement that "a panel of educational 
leaders named faculty as the group most resistant to the use 
of TV, computers, and the new technologies" (Cross, 1976, p. 
68). Respondents spend very little time on writing grant 
proposals, an activity which is usually considered an 
administrative function. The literature suggests the 
primary function of community college professionals is to 
work directly with students in teaching and its related 
activities. In the two-year college, classroom and related 
activities account for far more time than the traditional 
scholarship-related functions, i.e., research, publishing, 
and consulting (Bleyer, 1979; Centra, 1979; Ladd et al., 
1979; Miles, 1984). 
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Two-way analyses of variance were computed of activ¬ 
ities in Table 27 for how respondents became developmental 
educators by training (TT, TNT, DT, DNT) and FT and PT 
status. Training is significant at psSi.05 for counseling, 
tutoring, and off-campus meetings. For off-campus meetings, 
FT was significant at p!S.05. 
Counseling Focus 
The data on how counselors spend their time relates 
only to those respondents who have the academic status of 
counselor. They indicated the focus of their counseling 
sessions with students on a 4-point scale, none (1), little 
(2), moderate (3), major (4). The mean is used to summarize 
the amount of time spent in the three designated areas of 
counseling: academic, career, and personal. The responses 
indicate that all the counselors spend some time doing 
academic and personal counseling. The least time is spent 
in personal counseling and the most in academic assistance 
(Table 28). 
The time devoted to academic guidance is particularly 
interesting in view of the fact that under the union 
contract, a portion of teaching faculty's workload is 
student advising, typically four hours for every 25 
advisees. The literature says that students benefit more if 
territorial boundaries between counselors and faculty are 
set aside so counselors may teach and teachers may counsel 
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(Bleyer, 1979; Cooper, 1980; Lovett, 1984; Miles, 1984). 
Teachers in this survey have indicated they counsel but the 
counselors made no mention of their 
teaching. 
Table 28 
Allocation of Time in Counseling Sessions 
Focus None 
(1) 
% 
Little 
(2) 
% 
Moderate 
(3) 
% 
Major 
(4) 
% 
X s 
Academic 
n=8 0.0 12.5 25.0 62.5 3.5 .707 
Career 
n=7 0.0 0.0 85.7 14.3 3.1 . 350 
Personal 
n=8 25.0 25.0 25.0 25.0 2.5 1.180 
Allocation of Learning Lab Staff Time 
On a 4-point scale, none (1), little (2), moderate (3), 
major (4), the learning lab staff indicated the portion of 
time they spend in specific activities. The mean will be 
used in the discussion of this section. Tutoring is the 
activity to which the staff devote most of their time. 
Little of their time is spent fairly evenly distributed 
between working with developmental educators, coordinating 
services, and counseling. A variety of other tasks takes 
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relatively less of their time. These activities include 
paper work, public relations, teaching study skills, 
training and supervising tutors, and running a test 
center. CAI takes the least amount of staff time. This 
may be due to staff's reluctance to use new technologies, 
or the very nature of CAI may require less staff time. 
Respondents were asked to indicate the subject area 
if they did tutoring. As reported in rank order, the 
subjects are mathematics, reading, writing, study skills, 
English, social science, ESL and chemistry (Table 29). 
Two-way analyses of variance were computed on the 
time spent in each of the activities by educators' initial 
position and training and FT and PT status. There are no 
significant differences between these variables. 
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Table 29 
Allocation of Learning Lab Staff's 
Time to Each Activity 
Activity None 
(1) 
% 
Little 
(2) 
% 
Moderate 
(3) 
% 
Major 
(4) 
% 
S s 
CAI 
n=53 
64.1 22.6 11.3 1.9 1.5 .763 
Counseling 
n=58 
13.7 55.1 27.5 3.4 2.3 .784 
Coordinate 
Services 
n=5 3 
20.8 35.8 32.1 11.3 2.3 .930 
Work with 
Dev 
Educators 
n=54 
14.8 44.4 29.6 11.1 2.4 .891 
Tutoring * 
n=5 7 
3.5 10.5 26.3 59.6 3.4 .769 
Other ** 
n=7 
14.3 14.3 42.9 28.5 2.9 1.286 
* Subject areas: mathematics (18), reading (9), 
writing (7), study skills (4), English (4), social 
science (3), ESL (2), Chemistry (2), all content 
areas (2 ) . 
** Other activities are training and supervising 
tutors (2), coordinating the lab (2), paper work 
(1), public relations (1), running a test center 
(1), teaching study skills (1). 
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Summary of Job Description 
Information on how respondents divide their time was 
gathered (Tables 21-29). The percentage of their workload 
which is assigned to developmental education was con¬ 
sistent. It did not change with the semester which implies 
that learning assistance programs are operational over the 
entire year. These programs are not seasonal. The data 
indicate, however, there is a substantial reduction in staff 
during the summer semester. This is to be expected since so 
many of the respondents are hired part-time and the majority 
of full-time staff have ten- month contracts. 
The sample allocate most of their time in working 
directly with students. They tutor, counsel, and teach an 
average of two classes per semester. The greater percentage 
of the classes are taught in English and closely related 
fields such as reading and ESL or mathematics. Social 
science offerings are limited. Very little time is devoted 
to CAI and grant-writing. 
Academic counseling involves a moderate amount of the 
counselors' time, while personal counseling takes somewhat 
less of the counselors' time. 
Learning lab staff spend the majority of their time in 
tutoring. The subjects they tutor are consistent with the 
courses that are taught (English, mathematics, social 
science). Learning lab staff spend almost no time in 
77 
CAI. Division of respondents' time was not significantly 
different for PT or FT staff. 
SECTION 3 
Work Environment and Skills 
Importance of Elements in the Workplace 
Respondents have ranked the importance of 12 elements 
in the developmental work environment on a scale with a 
range of unimportant (1), low importance (2), moderately 
important (3), and very important (4). In examining the 
data, it was decided to combine the individual elements into 
four general categories. The groups are: academic freedom, 
student support services, professional meetings, and faculty 
support groups. The means will be used in the discussion. 
The data indicate faculty support groups are perceived 
as being the most important with a mean of 3.8, followed 
closely by academic freedom (3.7). Professional meetings 
and student support services follow, both receiving ratings 
of 3.3. As shown in Table 30, the means are higher for 
those categories which directly influence the staff and 
indirectly affect the students than for professional 
meetings and direct service to students. 
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It is interesting to note that all of the individual 
elements are rated as being of at least moderate importance, 
except CAI. The low importance of CAI is consistent with 
data in Tables 27 and 29 which show that staff devote very 
little of their time to CAI. 
Two-way anovas were computed for educators' initial 
assignment by training and FT and PT status with the 
importance of the elements. There are no statistically 
significant differences between these variables alone or in 
interaction. There is consistence and homogeneity in the 
group perceptions. 
Availability of Elements in the Workplace 
Respondents ranked the frequency to which the various 
factors exist in their institutions as never (1), rarely 
(2), sometimes (3), and frequently (4). The mean of 
availability will be used in discussion. The respondents 
perceive three of the element categories at approximately 
the same level of availability. These are student support 
services (3.0), faculty support services (2.9), and 
professional meetings (2.8). Academic freedom has a mean of 
3.5. The knowledge that tradition and the union contract 
guarantee academic freedom to the respondents may account 
for this difference in the means (Table 31). 
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Two-way analyses of variance were computed for 
educators' initial assignment by training and FT and PT 
status by availability of the elements. There were no 
significant differences between the variables. These 
findings indicate the consistency of the perceptions of the 
groups. 
Two-tailed tests and t tests were done on male and 
female ratings of the various elements. None of the t tests 
were significant. 
Skills 
Importance to Respondents 
In relation to a list of skills important for 
developmental educators, respondents were directed to rank 
their importance on the following scale: none/low (1), 
moderate (2), high (3), The skills were collapsed into the 
following three categories: classroom skills, counseling 
skills, and administrative skills. This procedure was used 
in grouping the various elements in the work environment. 
The skills associated with classroom teaching and one-to-one 
counseling are perceived as being moderate to high in 
importance; means are 2.8 and 2.9 respectively. Respondents 
see administrative skills as moderately important with a 
mean of 2.0 (Table 32). 
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Analyses of variance were computed of each skill with 
educators' initial position by training and PT and FT 
status. There are two significant differences at p=S.05: 
the ability to adjust the rate at which new ideas are 
presented and the ability to counsel, listen, observe, and 
be nonjudgemental. Significant differences were found 
between respondents who were hired as traditional and as 
developmental educators. 
As before, differences between ratings by males and 
females were not significant. 
Respondents Present Skill Level 
Respondents were asked to rate their present skill 
level on the following scale: none/low (1), moderate (2), 
high (3). Using the three categories of skills, the data 
indicate classroom and counseling skills have means of 2.6 
and 2.5 respectively. Respondents have moderate ability in 
these areas. Their administrative skills are low with a 
mean of 1.9 (Table 33). 
Two-way analyses of variance were computed of the 
skills with educators' initial assignment by training and PT 
and FT status. Two of the analyses are significant at 
p<.05. The significant difference in the ability to set 
and enforce limits was found between respondents who were 
hired as traditional and developmental educators. 
Ta
bl
e 
33
 
R
es
po
nd
en
ts
' 
S
ki
ll
 
L
ev
el
 
84 
IX 
Cl 
Cl 
3Z 
CM 
QJ 
■M 
re 
s_ 
<L) X 
T3 
O 
vo 
00 CD co co 00 
o o o 
in VO vo 
2 
O 
0) X 
c 
00 
vo 
o 
in 
>> 
S- 
o 
CD 
<U 
+-> 
re 
c_> 
co 
vo 
CO r- CD VO 00 vo 00 CD CO 
• • • • • • • • • • • 
00 co ^r VO o ^r co a> CT> f— 
vo VO CO CO 
co vo 
*— o 
o 
o m 
i. 
re 
qj 
i. 
QJ 
C 
QJ CM 
CO vO 
QJ <— 
i~ II 
Q. C 
co 
re 
QJ 
-o 
c 
QJ 
CO 
QJ 
l. 
Q. 
qj cn 
+-> '— 
re n 
Q£ C 
to 
c QJ 
o 4-> 
•l» >> rO 
4-> r— Q. 
V/3 s- •r— 
(V 03 a 
3 a> •r- 
CT r— 4-> 
u s- 
vo CL 
-D c 
*0 o o 
“O •r— 4-J 
c 4-> 
vo VO 
4-> aj 4-> 
VO 3 C 
U CT QJ 
QJ TD 
"O VO 3 
C s- 4—> 
3 O CD O vo 
VO ? vO 
»— VO 4-> 
vo II C ii oj 
<3: C <£ C CD 
CO 
VO 
Jx: 
CO 
CD 
c 
o 
re 
QJ 
QJ 
CO LT) rs VO CD 
vo CO VO o CO 
vn VO VO 
CO CO LT) 
• • • • • 
CO CO CO <— 
00 VO a> o O CO CO vo co co 
• • • • • • • • • • • • • 
co o VO LD CO o r— vn CO CO 
CO co CO CO CO vn co co 
VO >“ O' 
i— co co 
i- 
re 
> O' 
cn 
QJ *— 
CO II 
=5 C 
> 
•r- CO 
TP TP 
C QJ 
•r- Q) 
C 
o 
4-> - 
CO 
TP -*-> 
c 
CD 
O 
CM 
CD 
CO 
CO 
re o 
LT) 
re 
CO 
o 
Q. 
o 
o 
o 
a: m 
OO _J 
oo _j 
c •— 
_J 
<_) oo 
CM 
re 
co co 
IX 
VO 
_ c 
O QJ CM 
CL-O VO 
3 ■— 
4-> II 
VO c 
QJ 
CO CD 
c vn 
3 •— O II 
O c 
CD 
LU CO 
CO _J 
O 
o co 
co 
re 
to co 
|X 
LD 
CM 
QJ 
to 
•r* 
> 
s- c 
QJ ' 
D." 
3 
CO 
4-> CT &- 
QJ c CL 
CT) •r— 
TD 4-> 4—> 3 •f— c 
-O S- ro 
S- 
4-> 
cn 
a; CO i- CO <U 4-> r— o CO 4-> 
•r— r— CL*— •r— 
s- II QJ II s- 3 c a: c 3 
CO LcJ 
*—i > co 
s: < ~ o a jc 
< i— co 
co 
vo 
to cn 
IX 
85 
The ability to supervise staff is significant with PT and 
FT. 
None of the two-tailed t tests for male and female 
ratings of present ability are significant. 
Willingness to Participate in Training 
Respondents were directed to show their willingness to 
participate in a developmental/retraining initiative in 
order to increase their skill level. They ranked their 
readiness for training on a 3-point scale: none/low (1), 
moderate (2), high (3). The data indicate the sample are 
quite willing to increase both their classroom and 
counseling skills as shown by a 2.5 mean for each category. 
Respondents are also interested in improving their adminis¬ 
trative skills. It appears that respondents are more 
willing to train in areas which involve student contact 
(Table 34). 
Analyses of variance were done for all skills regarding 
willingness to train with hired as traditional or develop¬ 
mental educator by training and PT and FT. The following 
are significant at pS.05: ability to ask easily understood 
questions, ability to answer questions clearly and 
concisely, and ability to get students to participate in 
discussions. The significant differences were found between 
those who were hired for traditional and developmental 
positions. 
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Two-tailed t tests were computed for willingness to 
improve skills and male and female. All of the t tests 
were significant at pa£.05 for females except writing a 
budget. Females are willing to participate in training to 
increase their skill level in all of the skill areas but 
the ability to write a budget. 
Data on skills show congruency. Respondents' 
perceptions regarding the importance of specific skills, 
their skill level, and their readiness to increase this 
ability are quite consistent. 
Summary 
Work Environment 
Evidence regarding the perceived importance and 
availability of elements in the workplace was collected 
(Tables 30 and 31). Faculty support groups are perceived 
as very important. Respondents need colleagues and 
administration to be supportive of developmental 
education. This support is not available to the extent it 
is desired, a concern not unique to the present 
population. "We need lots of support in the forms of 
empathy and accolades. We need camaraderie, communi¬ 
cation, and reassurance in a steady flow" (Miles, 1984; p. 
7). The differences between importance and availability 
in the other categories of elements are not significant. 
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CAI is perceived as being the least important element 
in the workplace. This fact complements the survey's 
findings that respondents in general and the learning staff 
as an isolated variable spend almost no time in CAI. 
Skills 
Data was gathered regarding the importance of various 
skills to respondents, their present skill level, and their 
willingness to participate in training to improve their 
ability (Tables 32-34). Respondents perceive classroom and 
counseling skills as being more important than adminis¬ 
trative skills. The means for classroom and counseling 
skills indicate a slight difference between the perceived 
importance of these skills and the respondents' skill level 
and their willingness to become involved in training; the 
means for importance tend to be greater. Faculty develop¬ 
ment to increase administrative skills has a larger mean 
than its perceived importance or respondents' present 
administrative skill levels. All the means for adminis¬ 
trative skills are less than those for classroom and 
counseling skills. Rating administrative skills lower than 
the other skills is not an unexpected finding when only 7 
percent of the sample are administrators, and administration 
as a future career option is relatively uninteresting to the 
respondents (Table 37). The professionals in this sample 
89 
spend most of their time working directly with students and 
these are the skills they wish to increase. 
Sex is a significant variable in respondents' 
willingness to participate in training. Females are more 
ready to become involved in training. 
SECTION 4 
Faculty Development 
Importance of Faculty Development Initiatives 
The questionnaire asked respondents to rank the 
importance of typical faculty development efforts in 
relation to the skills they want to increase. A 3-point 
scale was used: not important (1), important (2), very 
important (3). Seven examples of faculty development 
activities were listed. These were later put into three 
categories of development activities: professional 
meetings, analysis, and training. Respondents view all the 
three groups of activities as important. Professional 
meetings are seen as the most important, followed by 
training and analysis. In examining the seven individual 
development efforts, six are perceived as being important as 
ways of increasing respondents' skill level. 
Videotaping is the initiative which is viewed as not 
important (Table 35). Research has shown videotaping to 
be an effective means of improving one's abilities but it 
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is not used (Bergquist and Phillips, 1975; Centra, 1975). 
These data appear to support Cross (1976) who found faculty 
were reluctant to try the new technologies. 
While respondents suggest they are willing to 
participate in student and peer evaluations, research 
(Centra, 1979; Hoyle and Megarry, 1980; Sweeney and Grasha, 
1979) indicates faculty resist evaluation. As a rule, 
teachers do not observe each other. They see this as an 
invasion of privacy. The classroom is their personal 
domain. Two-year faculty see more value in student 
evaluations than do their university counterparts. Even so, 
student evaluations are viewed with suspicion. There is 
limited substantial faculty development with which to 
compare the findings in this survey. Baldwin et al. (1981) 
and Centra (1979) found a dearth of training efforts in the 
community colleges when they did their research on 
development activities. 
Analyses of variance were computed of faculty 
development variables with educators1 initial assignment by 
training and PT and FT status. The only significant finding 
was that attendance at professional meetings differs for 
those who were hired as traditional and as developmental 
educators. 
92 
Summary of Faculty Development 
Information was gathered about the importance of 
faculty development initiatives (Table 35). This infor¬ 
mation reveals no significant differences in the importance 
attributed to meetings, analysis, and training. All three 
categories are rated important by respondents. 
Videotaping is the activity which received the lowest 
rating. This low rating is consistent with the low priority 
shown elsewhere in the new technologies such as videotaping 
and CAI. 
The populations, TT, TNT, DT, DNT, PT, and FT, are 
uniform in their rating of types of faculty development. 
For the most part, results of group perceptions have been 
homogeneous throughout this research. When considering 
development initiatives, sex is a significant variable; 
women appear to be more willing to participate in training. 
SECTION 5 
Future Plans 
Five Years From Now 
Respondents were asked to specify where they expected 
to be in five years. The professional options were in 
industry, in education, or in retirement from the world of 
work. An overwhelming majority of 83 percent expect to 
remain in education. A career change, industry or another 
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profession, appeals to less than 10 percent of the sample. 
Retirement is the intent of 6 percent, and less than 2 
percent are undecided (Table 36). There is no significant 
difference between the full-time and part-time respondents 
who plan to remain in education. 
Table 36 
Future Professional Plans 
Option Percent 
(n=162) 
Industry 8.6 
Retired 6.2 
Education 83.3 
Undecided 
00
 
•
 
f—1
 
Future Options in Education 
Respondents who expect to remain in education were 
asked to rate their interest in listed educational 
options. Their interest was rated on a 3-point scale: 
none or little interest (1), interested (2), very 
interested (3). To continue in their present position is 
the option with a mean rating of 2.3. The other options 
are of little interest to respondents (Table 37). The 
least attractive choice is to become an administrator with 
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no developmental responsibilities, having a mean of only 
1.2. Roueche and Snow (1977) concluded that professionals 
are developmental educators by choice. They want to work in 
learning assistance programs. The present survey appears to 
agree with Roueche and Snow's findings. 
Summary of Future Plans 
Over three-quarters of the respondents expect to remain 
in education. They are not now considering retirement even 
though they are getting older. Basically, respondents are 
interested in continuing in their present position or 
increasing the affiliation with developmental education. 
There is some interest in becoming the director of a program 
or increasing the time assigned to a learning assistance 
program. Any decrease in developmental time is of very 
little interest. The career change of least interest is to 
become an administrator. 
CHAPTER V 
FINDINGS, IMPLICATIONS, SUGGESTIONS 
FOR FURTHER RESEARCH, AND RECOMMENDATIONS 
Findinqs 
Remedial education is a fact of life in higher 
education, particularly in the community colleges. Little 
is known, however, about the professionals who work in this 
facet of academe. There is a paucity of research on those 
educators who work most directly with the remediation of 
those students in what has come to be known as develop¬ 
mental education. The purpose of this research was to 
obtain definitive information regarding developmental 
educators in the Massachusetts Community College System. 
This was done by constructing a questionnaire which would 
elicit the following data about this group of pro¬ 
fessionals: (1) who are they, (2) what do they do, (3) what 
skills are necessary to perform their job and their 
willingness to enhance these skills, (4) faculty development 
efforts in which they would participate, (5) where they see 
themselves five years from now. 
There was a 65 percent response rate to this survey. 
Of the respondents, 15 percent included personal comments 
about developmental education and their role as 
developmental educators. This and the cooperation of the 
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program directors suggest to the writer there is a common 
bond and identity among the respondents. 
The respondents are not recent college graduates. 
They are older individuals who have been professional 
educators for an average of 12 years. Sixty percent of the 
respondents were hired as developmental educators. They 
did not get their present positions through retrenchment or 
initially working in traditional programs. Of the 
respondents, 64 percent indicated they had no previous 
remedial experience or training. The fact that they are 
now experienced developmental educators is because of the 
years they have been working with high-risk students. 
Three-quarters of the courses they teach are in mathe¬ 
matics, English, and reading. This is consistent with the 
developmental courses generally offered and taken in 
learning assistance programs. 
Part-time faculty make up 40 percent of the sample. 
The salary range and the contractual agreements are quite 
diverse between the respondents in this category. There 
are even greater differences in these areas between part- 
time and full-time staff. Much of the discrepancy can be 
related to the fact that part-time professional employees 
are not included in the union agreement. In view of this, 
colleges are not bound by the negotiated contractual 
agreement when allocating salary and workload with non¬ 
union members. 
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Women are 63 percent of the sample. Full-time status 
is held by 52 percent of female respondents. For the 
males, 72 percent have full-time positions. 
The data indicate the major focus of the time 
counselors spend with students is in academic and career 
counseling. Personal, in-depth counseling takes little of 
their time. The faculty are assigned a specific number of 
student advisees with whom they are to meet regarding the 
students' academic goals. Academic counseling is part of 
the full-time faculty's workload. It would appear the 
counselors are doing what full-time faculty are contrac¬ 
tually obligated to do. There seems to be a minimal amount 
of time allocated to therapeutic, supportive counseling. 
Respondents are interested in participating in 
training which will increase their skill level. Of the 
three faculty development categories, professional 
meetings, analysis, and training, respondents consider 
professional meetings and training more important than 
analysis. Analysis is perceived as the least important of 
the development groups. This research appears to support 
earlier findings which indicate faculty tend to resist 
classroom evaluations by students and colleagues. 
The data tend to corroborate that developmental 
educators are practitioners. The greatest portion of their 
workload is devoted to teaching, tutoring, and counseling. 
They work directly with students. Respondents indicated 
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they do little research. Further confirmation of the 
practitioner status is found in how respondents rate the 
importance of educators' developmental skills and their 
willingness to participate in training to increase their 
skill level. Classroom and counseling skills, skills which 
directly affect students, are ranked moderately high in 
importance while administrative skills are perceived as 
being less important. 
The only finding which appears contrary to the 
literature is the data which specify 83 percent of 
respondents expect to remain in education. These data 
refute the results of the study done by Lovett (1980). Her 
study found the limited mobility in education made the 
sample feel as though they had failed professionally so 
they chose to leave education even though they had several 
more decades of work ahead of them. This present research 
indicates the respondents do not perceive changing to 
another profession or retirement as viable options. In 
fact, they wish not only to remain in academe but 88.5 
percent of the respondents specified a desire to remain in 
developmental education. 
Implications 
1. The continuing increase of part-time professionals 
impacts on full-time staff and students. The noninstruc- 
tional duties for full-time staff will multiply. There 
will be an increase in the amount of time devoted to 
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committee work and paper work. The number of student 
advisees will be greater. Students will find part-time 
staff less available so they will turn to full-time staff 
for additional assistance. 
2. Part-time professionals have indicated a 
willingness to participate in development initiatives. 
Therefore, the college should be sensitive to the needs of 
this population. The time involved in training should not 
be excessive. Since part-time faculty have many other 
demands on their time, consideration should also be given to 
a flexible schedule for development. 
3. Developmental educators are continually being asked 
to do more without the concomitant rewards. The 
respondents' greater desire for more colleagual and 
administrative support than they perceive as being available 
implies a discrepancy which should be addressed. One 
respondent put it quite succinctly, "to be in a more 
respectable and respected position as a developmental 
educator." 
4. Overall, there are comparatively few statistically 
significant results for all of the statistical procedures 
used in the computation of the data. This suggests these 
respondents, as a group, are very homogeneous in their 
characteristics and their perceptions. This homogeneity 
should make it easier to design and implement development 
programs. 
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Suggestions for Further Research 
The completion of this research has indicated that the 
following are areas which could be explored: 
1. There could be a study of various developmental 
programs within the Massachusetts Community College System. 
The investigation would include the ratio of staff to 
students, allocation of staff time, the course offerings, 
support services provided, and student attrition, retention, 
and graduation rates. The relation between the program and 
other facets of the college could also be investigated. The 
similarities and differences between the programs could be 
evaluated. 
2. The purpose and role of various learning centers 
could be examined. Each center's staff, services, and its 
impact on the college community could be investigated. The 
differences between a developmental program and a learning 
center need to be clarified. 
3. Each college in the Massachusetts Community College 
System could be contacted to see if there is a staff person 
who is responsible for faculty development. The status and 
job description for these positions could be compared in 
order to gain insight regarding each college's commitment to 
staff training. The number and types of development 
endeavors could be obtained as well as the number of staff 
involved and an evaluation of the programs. To date, there 
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is a dearth of information on development initiatives in 
community colleges. 
4. Student advisement policies and practices could be 
researched regarding their effectiveness for students. 
5. To see if developmental is a significant factor in 
students' academic life, there needs to be a comparison 
between developmental and traditional students' attrition, 
retention, and graduation rates. 
6. Part-time staff is said to impact on the college 
community in a variety of ways. This needs further 
investigation and the following are some of the areas to be 
examined: (1) student attitudes toward part-time staff-- 
and if they differentiate between part-time and full-time 
professionals, (2) a possible correlation between part-time 
staff and student attrition and retention rates, (3) the 
relation between full-time and part-time staff regarding 
workload and allocation of time. 
7. Developmental education is not a new concept, yet 
formal training for this facet of higher education appears 
to be limited. The number of accredited developmental 
programs in institutions of higher education could be 
examined regarding their philosophy and program offerings. 
Recommendations 
1. A goodly portion of students assigned to 
developmental programs has a low self-image and these 
103 
students are familiar with rejection and failure. The data 
show that counselors spend little of their time in personal 
counseling, and personal growth courses are 6 percent of the 
courses taught by the respondents. In view of this, a human 
relations course should be required for developmental 
students in addition to their English and mathematics 
courses. While basic skills are vital to students' academic 
survival, a course which focuses on personal growth and 
development would allow students the opportunity to see 
themselves in relation to the world in which they live. 
Students would also be given the opportunity to examine 
their values and goals and improve their decision-making 
skills. Such a course should assist students regarding 
their career, academic, and life goals--all of which could 
help students to increase their self-esteem. 
2. Forty percent of the respondents work part time. 
Because a large percentage of the staff is part time, the 
quality of the teaching-learning process should not suffer. 
The mean salary for this group of professionals who average 
15 hours per week is $3,118 a semester. Their salary should 
be sufficient to include time necessary to meet with 
students, attend faculty meetings, and participate in 
training programs. To the extent possible, part-time staff 
should be encouraged to identify with the institution. 
Full-time professionals could be encouraged to become 
mentors for their part-time colleagues. 
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3. In this research, males are 37 percent of the 
sample. It is important for high-risk students to have male 
as well as female role models with whom they can identify. 
Therefore, in accordance with affirmative action guidelines, 
there should be a concerted effort to recruit men for 
developmental positions. 
4. Respondents have indicated a desire for additional 
learning experiences (Tables 34-35). They should be 
encouraged to prepare a growth contract with concrete 
developmental goals and plans for the completion of the 
desired training. This could be done in conjunction with 
the evaluation process. There should be some incentives 
which would reward the time and effort involved in such a 
process. 
5. The findings disclose that developmental educators 
are practitioners. The respondents have stated that their 
time is spent working directly with students. They allocate 
no time to research or publishing. To increase the 
effectiveness of remedial education, these professionals 
should be encouraged to share with colleagues what they are 
doing on a daily basis. Some of this is done at 
professional conferences where papers are presented but the 
dearth of information suggests more should be done to 
publicize developmental practices. 
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6. The literature review shows little information 
regarding faculty development in the community colleges. In 
view of this, individuals who coordinate training endeavors 
could be responsible for developing a format whereby these 
learning experiences might be shared. In the New England 
area, these papers, videotapes, etc., could be turned over 
to the Learning Assistance Association of New England 
(LAANE). One of their goals is a research library with 
materials which will be made available to the membership. 
7. Respondents' desire for more administrative and 
colleagual support for developmental education suggests that 
the educational community needs an orientation to develop¬ 
mental education and its role in higher education. There 
could be ongoing meetings to discuss the concerns of 
developmental educators and how developmental education 
impacts on traditional education and traditional educators. 
Remedial education should be mainstreamed. The ongoing 
meetings may be able to give developmental educators the 
support they desire. 
8. Faculty interest or ability is not necessarily 
given consideration when assigning students an advisor. The 
role of academic advisor is a contractual one for full-time 
faculty in the Massachusetts Community College System. 
Thus, it is interesting to note the counselors in this study 
indicate they allocate more time to advising students than 
personal counseling. There should be ongoing sessions to 
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assist faculty in becoming more proficient in the role of 
academic advisors. It is assumed if faculty are competent 
academic advisors, counselors will be able to devote more of 
their time to doing what they were trained to do. 
Counselors' professional expertise is in helping people to 
help themselves. 
9. The percentage of respondents who want to remain in 
education and continue as developmental educators is 
extremely high, 83 and 88.5 percent respectively. The data 
suggest Festinger's theory of cognitive dissonance should be 
given consideration (Mussen et al., 1973, pp. 92-98). If 
developmental/learning assistance education is the growing 
facet of higher education, job opportunities will be greater 
in this area. The conflict to which Festinger refers may 
occur between having the security of a job and knowing the 
low status assigned to remedial education. Festinger found 
people are more likely to change their attitudes than their 
behavior. 
APPENDIX A 
Directors of Developmental/Learning Assistant 
Berkshire Community College 
West Street 
Pittsfield, MA 01201 
(413) 499-4660 
Susan Pinsker 
Bristol Community College 
64 Durfee Street 
Fall River, MA 02720 
(617) 678-2811 
Raymond Butts 
Bunker Hill Community College 
Charlestown, MA 02129 
(617) 241-8600 
Elizabeth Tenore 
Cape Cod Community College 
West Barnstable, MA 02668 
(617) 362-2131 
Susan Plunkett 
Greenfield Community College 
125 Federal Street 
Greenfield, MA 01301 
(413) 774-3131 
Garret McAulliffe 
Holyoke Community College 
170 Sargeant Street 
Holyoke, MA 01040 
(413) 538-7000 
Claire Bouley 
Massachusetts Bay Community College 
50 Oakland Street 
Wellesley, MA 02181 
(617) 237-1100 
Martha Rowland 
Massasoit Community College 
290 Thatcher Street 
Brockton, MA 02402 
(617) 588-9100 
Dr. Marilyn Maxwell 
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Programs 
Middlesex Community College 
Springs Road 
Bedford, MA 01730 
(617) 275-8910 
Stan Hitron 
Mt. Wachusett Community College 
Elm Street 
Gardiner, MA 01440 
(617) 632-6600 
Stuart Shuman 
North Shore Community College 
3 Essex Street 
Beverly, MA 01915 
(617) 927-4850 
Rich Ponticelli 
Northern Essex Community College 
100 Elliott Street 
Haverhill, MA 01830 
(617) 374-0721 
Jim Ortiz 
Quinsigamond Community College 
670 West Boylston Street 
Worcester, MA 01606 
(617) 853-2300 
Ann Carol 
Roxbury Community College 
625 Huntington Avenue 
Boston, MA 02115 
(617) 734-1960 
George Campbell 
Springfield Technical Community Colleg 
Amory Square 
Springfield, MA 01005 
(413) 781-7822 
Betty Szlajen 
Robert Yawin (Math) 
Toni Bergess (Gen. Stud) 
Kathy Andrews (Eng) 
Marie Greco (ESL) 
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APPENDIX B - Letter to Program Directors 
of [ytflabkicAuAefo 
^owwrutAtMy, '(ooZ/wpe 
50 €a£/and Jbveet, 'We/ht/sy &6//& 02181 
TELEPHONE: 237-1100 
January 4, 1985 
Dear Colleague: 
I am a faculty member at Massachusetts Bay Community 
College and a doctoral candidate at the University of 
Massachusetts, Amherst. The focus of my dissertation is 
developmental educators in the Massachusetts Community 
College System; those full or part-time professional 
educators who work with developmental students for all or 
some portion of their workload. I hope to find out who they 
are, what they do, what their needs are, and how their needs 
can best be met. 
I want to send the individuals who work in your program 
a questionnaire by the third week in February. To do this, 
I need your help. I would appreciate your sending me a list 
of all the people who work with your developmental students, 
and I will be only too happy to share the results of this 
research with you. 
If you have any questions, I can be reached at home, 80 
Toxteth Street, Brookline 02146 or at the college after 
January 21, 1985. I am ever so grateful for your 
cooperation. 
no 
^—APPENp^X C - Letter to Developmental Educators 
'Jne ^ommcmajeaM, of <yMaMacAme£fo 
'-/fflaA&acJutae/ti Sfycvtf ~&om#nwni6y 'f&o/leae 
50 €aJc/wnd Street, 'We//e&/ey 02181 
TELEPHONE: 237-1100 
March 25, 1985 
Dear Colleague: 
I am doing research on developmental educators in the 
Massachusetts Community College system. The premise of 
this study is that we, developmental educators, are full or 
part-time faculty, support staff, and administrators who 
are assigned to developmental/learning assistance programs 
as part of our workload, and that our training has not 
necessarily prepared us to work with high risk students. 
The object of the research is to determine: (1) who 
we are, (2) what we do, (3) what skills we feel are 
important to us as developmental educators, and (4) our 
willingness to participate in faculty development to 
enhance these skills. 
I would appreciate your taking fifteen minutes out of 
your busy schedule to complete the questionnaire, and 
return it in the enclosed, stamped, self-addressed 
envelope. The results of this study will be sent to the 
director of your developmental/ learning assistance program. 
Thank you in advance for your assistance. 
Ill 
^ (J7y AP^NDIX D - SECOND LETTER TO EDUCATORS 
^ommonwtailk 
<%ay. -gotleae 
50 €aJc/and Street, 96/fa 02181 
/]j2^c^cj^&b : 
March 
Dear Colleague 
TELEPHONE: 237-1100 
25, 1985 
I am doing research on developmental educators in the 
Massachusetts Community College system. The premise of 
this study is that we, developmental educators, are full or 
part-time faculty, support staff, and administrators who 
are assigned to developmental/learning assistance programs 
as part of our workload, and that our training has not 
necessarily prepared us to work with high risk students. 
The object of the research is to determine: (1) who 
we are, (2) what we do, (3) what skills we feel are 
important to us as developmental educators, and (4) our 
willingness to participate in faculty development to 
enhance these skills. 
I would appreciate your taking fifteen minutes out of 
your busy schedule to complete the questionnaire, and 
return it in the enclosed, stamped, self-addressed 
envelope. The results of this study will be sent to the 
director of your developmental/learning assistance program. 
Thank you in advance for your assistance. 
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